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One of the most important issues facing our educa-
tional system today is the problem of reading. 
Who are the ~ problems in schools end in American 
education today? The nonreading children, of course! "Look 
at the ten top children in each class in school and see what 
common factor is the most prominent in the group. That's 
1 easy. They are the best readers ... 
•
1 Almost everything that happens to a child before 
he enters the first grade can influence his learning to read." 2 
Psychological science is making it increasingly clear that 
the child has had much of his education before he enters the 
conventional school; often, for his happiness and success in 
life, the most important part. Attention is no longer ex-
elusively centered upon the school and its problems, since 
the child who comes to it is already in a large measure a 
1Glenn Doman, How to Teach Your Baby to Read (New 
York: Random House, 1964), p. 101. 
2Josephine Courtney Sisk, "Making Learning to Read 
Easy", Parents' Magazine, (March, 1957), 40. 
1 
product of his home instruction. 3 Educators are very aware 
that some children come prepared for school and others do 
not. Some children come from homes where reading is empha-
sized and the whole environment for reading and writing is 
one of expectancy. They have an abundance of pencils, books, 
magazines, paper, and many of them can write their own names 
and even read a little by the time they enter school. On 
the other hand, we know that children who come from homes 
where these materials are almost nonexistent, and where 
academic talent is not praised in pre-school life, most 
likely will not be ready to read when entering the first 
4 
grade. 
We know that factors influencing learning are 
physical, intellectual, environmental, educational, and 
emotional. How much a pupil learns depends upon his mental 
age, his experience background, bilingual problems, status 
of general health, as well as establishing good work habits, 
correcting or making allowances for physical handicaps, and 
5 the degree to which psychological needs are met. 
3"History of the Movement in Preschool and Parental 
Education," National Societ for the Stud of :Education. 
XXVIII. (Chicago: University of Chicago Press, 1929 , 
pp. 71-72. 
4 
Nathaniel Hickerson, Eiucation for Alienation, 
{Englewood Cliffs, N. J.: Prentice-Hall, Inc., 1966), 
pp. 34-35. 
5Miles v. Zintz, Corrective Readin6, (Dubuque, Iowa: 
Wm. C. Brown Company, 1966), p. 242. 
2 
3 
Up until the present time many school systems have not 
recognized or made adequate provisions for the problems and 
cultural limitations of the culturally deprived child. How 
does he compete with others who have all the advantages of 
oral language and listening training, vocabulary development, 
and appreciation for stories? "Grouping on the basis of 
reading ability, or lack of it precipitates the academic 
success for millions of American children in the first 
grade." 6 It is now being recognized that individual differ-
ences must be taken into account and provided for by special 
methods and materials according to individual needs. 
The writer does not mean to imply that reading 
failures are concentrated in any one social class or stratum 
of society. It is apparent, however, that the public school 
system clings to basically upper-middle class ideals, and the 
proportion of failures is probably greater among those child-
ren whose social backgrounds do not fit them to meet these 
standards.7 Several school systems have recognized the depth 
of this problem of overcoming the handicaps of the culturally 
deprived child. They are providing richer backgrounds of 
experiences for these children, trying to find ways of stim-
ulating children and their parents, enlisting the support and 
help of parents to stimulate the child's motivation for 
6Hickerson, op. cit., p. 35. 
?George D. Spache, Reading in the Elementary School, 
(Boston: Allyn and Bacon, Inc., 1964), p. 18. 
achievement, as well as experimenting with special reading 
materials written in terms of the needs of minority and 
racial groups~ These and similar programs have the benefit 
of all the resources and specialists available and yet 
simple answers to all the problems involved in introducing 
different types of children to the reading process have 
not been found. 8 
Last, but not least, poor readers are much more 
numerous among boys. Zintz says that the expected ratio 
of disabled readers in most schools is ninety per cent 
boys and ten per cent girls.9 Other studies found that 
sixty to eighty per cent were boys. 
Is the problem of poor readers cultural, biological, 
or both? This is the problem that educators must resolve 
in order to properly educate future generations. 
8Ibid., pp. 19-20~ 




Objective of the Study 
The purpose of this study was to examine and summarize 
current research on the relationship of pre-school reading 
readiness experience to later reading success. The 
researcher chose this problem in an attempt to try to find 
out why some .children are highly motivated and ready to read 
and others are not~ Why are the economically deprived less 
motivated to read? Is it because of poor teaching or home 
conditions? Is it just because they do not care to learn 
to read or is it because they see no reason for learning? 
What would it do to the American economic structure if sud-
denly these millions of American children did learn to 
10 
read effectively? 
Because of the great interest in reading by the 
general public at this time, and because of the great 
controversy of why some children learn to read well and 
others do not, the writer wished to examine the research 
available and sample the thinking of the leading educators 
in the fields of reading and child psychology upon this 
subject. Therefore, the purpose of this study is to examine 
and analyze the current literature, in order to determine 
the relationship of pre-school reading readiness experiences 
to later reading success. 
lOibid. 
6 
Good teachers can motivate, but that is not the entire 
answer to the problem. Teachers and parents share the inter-
est in helping boys and girls grow into mature, well-informed 
adults. "Parents can help teachers and teachers can help 
parents if they learn to work together to improve the child's 
11 total educational experience." 
l!w. A. Yeager, School Community Relations, New York: 
The Dryden Press, 1951. pp. 113-117., and Public Relations 
for America's Schools. Washington, D. c.: .American Assoc-
iation of School Administrators Twenty-Eighth Yearbook, 1950. 
Scope of the Problem 
It is not the intention of this study to develop a 
program for kindergarten and first grade reading. This 
7 
study will present an analysis of previous studies done upon 
pre-school reading readiness experiences and success in 
beginning reading. The writer felt that choosing this problem 
to study would aid her in gaining a more comprehensive pie-
ture of her students, and thus she would be better able to 
understand, help, and guide each individual to realize his 
own potential. 
Procedures 
The data for this study were gathered from several 
sources. Included in those sources were current periodicals, 
found in Booth Library, books related to beginning reading, 
and child development and psychology books. 
The first step in the study was to examine and 
summarize the studies which were concerned with: 
1. The factors that make for success in 
beginning reading, and 
2. Why children failed to make satisfactory 
progress in reading. 
The second step was to examine some of the current 
programs now in progress which are trying to overcome a lack 
of pre-school reading readiness experiences. 
8 
The third step was to summarize the findings of the 
research, compare them to current programs, and make some 
recommendations concerning a closer working relationship 
between schools and parents along with more parental education. 
Definitions 
Characteristics - A distinctive feature or sum of 
12 features of an organism. · 
Experien~e - The acquisition of knowledge, attitudes, 
or skills through one's own perception and participation; or 
13 knowledge, attitudes or skills so acquired. 
Kindersarten - An educational set-up or section of 
a school system, devoted to the education of small children 
usually from the ages of four to six years; characterized by 
organized play activities having educational, socializing 
value, by opportunities for self-expression and training in 
how to live and work together harmoniously, and by an environ-
ment, materials, curriculum, and program carefully selected 
14 
to provide for child growth and development. 
12carter v. Good, ed. Dictiongry of Education. 
Second Edition. (New York: McGraw-Hill Book Company, Inc., 
1959), p. 84. 
13~., p. 213-214. 
14Ibid., p. 307. 
Reading Level - The level of achievement reached by 
a reader, generally defined in terms of grade or stage of 
growth, for example, the reading readiness level, the first-
15 
grade level, etc. 
9 
Ee~ding Maturation - A state of readiness for reading 
16 
as a result of physical, mental, and emotional development. 
Reading Readiness - A level in child development 
requisite for learning to read; usually understood to be six 
years chronological age, 100 I.Q. or more, with no special 
handicaps to interfere with progress. The physical, mental, 
and emotional maturation necessary for undertaking instruc-
17 tion in reading at a given level of difficulty. 
Reading Success - The degree or measure of the pupil's 
18 achievement in the skill of reading. 
15~., p. 445. 
16Ibid., p. 335. 
171lli·' pp~ 442-443. 
18 Ibid~, p. 537 
CHAPTER II 
CURRENT RESEARCH ON THE PROBLEM 
The last quarter of a century has shown much more 
concern in the field of reading than ever before in history. 
There is good reasoning behind this concern, with knowledge 
doubling at a phenomenal rate. Scientific advancement is 
changing our society and its way of living almost faster 
than we can cope with it. Much material is being published, 
by trained educators and psychologists, as well as by the 
lay public. It is a healthy sign to acknowledge and discuss 
this problem of reading readiness and to put the facts 
before the public in general~ In this way we may secure its 
cooperation for a better solution to benefit all children 
in the generations to come! 
The most important factors of reading readiness have 
long been a controversial subject. According to Thorndike, 
the law of readiness is, "when any conduction unit is in 
readiness to conduct, for it to do so is satisfying. When 
any conduction unit is in readiness to conduct, for it not 
to do so is annoying~"l9 By the same token, entering into 
19 
E. L. Thorndike, Educational Psychology, Vol. 2, 
PP• 1-2 (New York: Teachers College, Columbia University, 
1913) quoted in C. R~ Stone, Progress in Primary Readin~, 
(St. Louis, Mo.: Webster Publishing Company, 1950) p. 2 5. 
10 
any experience, activity, or learning without being in a 
state of readiness will very likely be annoying to any 
child.
20 
That children differ in height, weight, color of 
hair and eyes, intellectual ability, and even in the rate 
at which they mature, reach adolescence, and stop growing 
as adults is as well established as any other single 
h 1 i 1 . . 1 21 psyc o og ca pr1nc1p e. Why then do most parents, and 
many teachers as well, expect all children to be well into 
the basal primer at Christmas, and expect every child to 
know how to read rather fluently by the end of the first 
grade? 
11 
Many studies have provided research for the present-
day concepts of readiness for reading. McKim, in Guiding 
Gpowth in Reading, reports that they are of two major types. 
One type has been concerned with investigating the factors 
that make for success in beginning reading22 and the other 
20c. R• Stone, Progress in Erimary Readi;gg, (St. 
Louis, Mo.: Webster Publishing Company, 1950), p. 24.5. 
21Willard c. Olson, Child Development (Boston: 
D. c. Heath and Company, 1949), quoted in Margaret G. McKim, 
Guiding Growth in Reading (New York: The Macmillan Company, 
1955)' p. 35• 
22Millie c. Almy, Children ' s Experiences Prior to 
First Grade and Success in Beginning Reading, Teachers College 
Contributions to Filucation, No~ 954, (New York: Teachers 
College, Columbia University, 1949), Arthur I. Gates, Guy 
L • .Bond, and David H• Russell, Methods of Determining Reading 
Readiness (New York: Teachers College, Columbia Univer-
sity, 1939). 
has focused on the reasons why children ~ failed to make 
satisfactory progress in reading . 23 
12 
23Chester c. Bennett, An Inquiry into the Genesis of 
Poor Reading, Teachers College Contributions to F.ducation, 
No . 755 (New York: Teachers College, Columbia University, 
1938); Helen M~ Robinson, Why P1!£ils Fail in Reading ( Chicago: 
The University of Chicago Press, 1946)~ 
Studies Concerned with the Factors that Make 
for Success in Beginning Reading 
13 
The writer will first examine the studies that were 
made of the investigations of the factors that make for 
success in beginning reading. The study of Millie c. Almy 
emphasized the positive value of many opportunities for the 
child to read prior to entering first grade. "Experiences 
such as looking at books and being read to, contribute to a 
positive relationship between reading success and responses 
to opportunities for reading. Interest in words, letters, 
and numbers are also important factors in the relationship~ 024 
Dr. Almy says that the emphasis on reading readiness 
has undoubtedly changed the content of many first grade pro-
grams and that teachers now know that some children are not 
mature enough for beginning reading instruction. They now 
provide many varied activities and stress many abilities 
such as ttthe ability to see likeness and differences", 
"the ability to see word forms", and "auditory discrimin-
ation." The desirability to many of these exercises are 
questionable in the face of the overwhelming evidence that 
many children are now reaching first grade ready to read 
or already reading and seemingly do not need such a period 
of preparation. 25 
24
Millie C~ Almy, Children's eriences Prior to 
First Grade and Success in Beginnins Reading Bureau of 
Publications, Teachers College, Columbia University, New 
York, 1949), quoted in David H. Russellt Children Learn to 
Read (Chicago: Ginn and Company, 1961J, p. 569. 
25rbid. 
In her book, Child Development, Dr. Almy states: 
Readiness is an educational concept concerned with the 
timeliness of what we wish to teach the child in the 
light of his ability to make use of it. It would seem, 
therefore, to put emphasis on understanding of the 
child• s total development. One asks not only, "Can the 
child learn this?" but also 0 What effect will this 
learning have upon him?'' Unfortunately, however, the 
concept of readiness, particularly in relation to 
reading, has often been teken in a much narrower sense 
• • • • The answer too frequently is a program in 
14 
which the child is to be given opportunities to practice 
the various elements involved in the reading process, 
without sufficient regard for the many other important 
experiences which he might be having, which in the 
long run would also contribute to his abilities for 
reading.2° 
In a study of 133 first-graders, Belshaw27 related 
home conditions, early test results, and later success in 
Grade One~ She found the two highest correlations with 
reading achievement to be those of readiness test scores 
(r = ~54) and home environment ( r = .48)~ 
28 
Milner•s study related reading readiness to various 
patterms of parent-child relationships, especially in verbal 
communication. Superior reading in the first grade was 
associated with a rich,· verbal, family environment, with 
considerable reading by "a personally important adult, .. 
and with mru:1y opportunities for positive emotional interaction 
with parents. 
26Millie c. Almy, Child Development (New York: Holt, 
1955), pp. 272-273. 
27Marjorie W. Belshaw, Relationship between Measures 
of Readiness and Achievement in Reading, Master's Thesis, 
University of California, Berkeley, 1952. 
28Ester Milner, "A Study of the Relationship between 
Reading Readiness in Grade One School Children and Patterns 
of Parent-Child Interaction. 11 :XXII, Child Development, 
(June, 1951), 95-112. 
15 
29 
Gates, Bond, and Russell found a lower correlation 
between reading achievement and a measure of home background 
than between reading achievement and total readiness test 
scores. They found a positive relationship, however, between 
early reading success e.nd the amount of previous instruction 
in reading at home or in kindergarten. 
Some of the findings and general conclusions of their 
research were: 
1. From the total list of tests, ratings, and examina-
tions and appraisals employed in this study, those 
which gave the best predictions of reading ability 
one, two, or three terms later were measures of 
reading progress or attainments at the time. When 
they enter school, pupils reveal different degrees 
or mastery of various types of information and 
skill which influences the process of learning to 
read~ 
2. Among the tests used in this study the best for 
predicting reading progress were: (a) tests of word 
recognition; (b) tests of ability to complete a 
partially told story (a measure of interest in and 
grasp of story structure); (c) tests of giving words 
which end with (or rhyme with) and which begin with 
the same sound as a given example; (d) tests of 
blending word sounds given orally; (e) tests of 
reading letters of the alphabet; and (f) tests of 
previous instruction in reading. In this study, 
tests of ability to listen to, understand, and 
make use of the teacher's instructions in beginning 
reading also ranked high in predictive value~ Aside 
from these tests, the only others of marked value 
were the Stanford-Binet mental age and tests of 
auditory acuity~ 
3. The teacher's methods influence the pupil's techni-
ques of learning, therefore they also affect the 
predictive value of tests. 
29A~ I. Gates, G. L. Bond, and D. H. 
of Determining Reading Readiness, (New York: 




4. With few exceptions, the best tests for predicting 
reading progress are tests of abilities, interests, 
and techniques which can be learned and consequently, 
successfully taught. Reading readiness is something 
that children have acquired in varying degrees; it 
is something to be taught and not a series of attri-
butes for the development of which a teacher can do 
nothing but wait. 
5. The best reading readiness testing consists of making 
an '*inventory" of various interests and the techni-
ques used in reading itself. The desirable outcome 
is not merely the general or total score but an 
expression of the child's status in each of the 
important abilities entering reading at the time. 
It is, in brief, a .,diagnostic inventory" of actual 
reading abilities, techniques, skills, and interests 
similar in general to those used later in the program. 
6. It is desirable to give a series of tests of important 
abilities and techniques at fairly frequent intervals 
until the pupil has reached a satisfactorily high 
level of reading proficiency. 
7. It is unsound to set up a specific mental age as 
essential for beginning reading or to classify 
children for reading instruction on the basis of 
mental age alone. 
8. Hearing is especially important in larger classes. 
9. Of low predictive value were personality tests, 
emotional stability, social adjustment, tests of 
copying figures, tracing lines, handedness, eye 
dominance', motor control and various tests of 
vision. 
10. Reading readiness instruction which develops the 
skills and interests found to be most closely 
correlated with reading progress will give the 
child the greatest help in learning to read and 
enjoy it. 
11. After a term of instruction, in this study, the differ-
ences between the sexes in status in the same reading 
readiness tests were much smaller and in most cases 
unreliable, although at the time of entering school 
the girls scored higher than the boys of equivalent 
age and intelligence. 
17 
Hilliard and Troxell made a study of seventy selected 
kindergarten children in "Informational Background as a Factor 
in Reading Readiness and Reading Progress." 30 None were with 
below normal intelligence, and the study was carried through 
the second grade. They noted the relative effects of rich 
and meager informational backgrounds on reading readiness 
and on progress in developing fundamental reading abilities 
as measured by recognized reading tests. 
They found that other factors being equal, the study 
showed that children with rich backgrounds were more strongly 
equipped to attack the printed page than were the pupils of 
meager backgrounds because of enriched mea_nings and thought 
which the former brought to the reading task~ Research has 
discovered that one of the greatest difficulties encountered 
in learning to read is lack of understanding of words and 
ideas. Meanings grow through experiences and contacts. The 
value of a wide range of information is that it builds a 
large vocabulary and many associations. The more associations 
one has, the better the memory, and the better the power to 
think. All these powers are needed in the reading process. 
Hence one large task of the kindergarten teacher is to 
enrich and broaden children's backgrounds.Jl 
The question of just how does experience contribute 
to reading readiness has often been asked. It was recognized 
as early as 1925, that children who expressed a desire to 
30George H. Hilliard and Eleanor Troxell, "Informational 
Background as a Factor in Reading Readiness and Reading Progress," 
Elementarx School Journal (December, 1937), 255-263. 
learn to read did so because of their previous experiences 
at home or in school, that children differed widely in 
reading readiness when . they entered school, and that many 
of them needed much further training and experiences before 
any systematic effort should be made to teach them to 
read~32 
"Someone has remarked that reading is not so much 
18 
getting experience from the printed page, as bringing exper-
ience to the printed page.u33 In this sense experiences of 
children in kindergarten and first grade, as well as the 
early home environment, are a basic foundation for any future 
reading. Any concept requires considerable variety of 
experience before it is really understood~ 
Dr~ Marian Monroe has stated in Growing into Reading_: 
The earliest efforts at reading do not take place at 
school in the first grade when children are six years 
of age. Books, magazines, papers, signs, posters, and 
reading materials of all kinds are so much a part of 
our American culture that most children have had many 
experiences with printed materials from early infancy. 
With the increasing numbers of married couples going 
to college, many babies of today are born while their 
parents are in college and they literally cut their 
teeth on college texts. Long before the age of six, 
children have witnessed the reading activities of their 
parents and have explored the reading materials in their 
homes, until parents, if only in self-defense have sh~~­
ered upon inf ants an abundance of books of their own. 
32w111iam 
by Marian Monroe 
pp. vii-viii. 
s. Gray. Foreward from Growing into Readinf, 
(Chicago: Scott Foresman and Company, 1951 , 
33navid H. Russell, Children Learn to Read, (Chicago: 
Ginn and Company, 1961, pp. 180-181. 
34Marian Monroe, Growing into Reading (Chicago: 
Scott Foresman and Company, 1951), p. J. 
19 
Psychologists have told educators for years that some 
of the best learning takes place during the first five years 
of a child's life. Children learn to walk, talk, get along 
with others (reasonably well!), and take care of their most 
pressing needs. What were the circumstances under which all 
that learning occurred? Ideally, and for many children it 
was in an atmosphere of love, permissiveness, encouragement, 
and success. 35 Perhaps this is true in the average middle-
class or upper-class home, although we know there are many 
exceptions there, too. But for the average slum child, it 
is an entirely different story. Only a small fraction of 
Negro or lower-class white youngsters attend kindergarten. 
Their environment does not provide the sensory stimuli they 
so desperately need. Auditory discrimination, the ability 
to distinguish very subtle differences and nuances in sound, 
that is essential to reading is usually lacking in a house-
hold where the noise level is high. A youngster is forced 
to learn how not to listen and he develops the ability to 
wall himself off from his surroundings. Hence he fails to 
develop an ability to distinguish between relevant and ir-
relevant sounds, and to screen out the irrelevant. Since 
slum children live in principally a non-verbal atmosphere, 
they have not had the experience of having adults correct 
their pronunciation. Their attention span is short because 
when adults do talk to them, it is usually in monosyllables, 
35Williaril Abrah am , A New Look at Reading, ttReading 
Gobbledygook", (Boston: Porter Sargent, 1956), pp. 57-61. 
20 
such as "Get this!" or "Bring that!" As a result they have 
difficulty following the directions of a teacher. School is 
I 
organized on the assumption that children expect approval for 
success, but since the parents do not ask the youngsters about 
school, the children have no way of knowing that the parents 
36 
do very much want and expect success. 
The problem goes even deeper than these youngsters' 
failure to acquire a specific set of skills. A body of 
research in the psychology of cognition and perception, as 
well as in the neurophysiology of the brain, has made it 
clear that exercise of the mind early in life is essential 
for its later development. The human being is born with 
less than one third of the adult brain capacity, and there 
is a tremendous growth of the cortex after birth. The environ-
ment affects the way the whole nervous system and the cortex 
develop. The ability to handle abstractions and mental 
alertness depend physiologically on a broad diversity of 
experience in the environment of early childhood.37 
"We know now, 0 says Professor Jerome Bruner, director 
of Harvard's Center of Cognitive Studies, "that the early 
challenges of problems to be mastered, of stresses to over-
come, are the preconditions of attaining some measure of our 
36 
Charles E. Silberman, "Let's Give Slum Children the 
Chance They Need, "SRA Insight, Vol. 4., No. 1 (Fall , 1964), 
1-6. adapted from Charles E. Silberman, Cris~s in Black and 
White (New York: Random House, Inc., 1964) Reprinted from 
Harper's Magazine by special permission. 
J?Ibid. 
21 
full potentiality as human beings • • • • So impoverishment 
of stim~lation in the early years must be compensated for in 
some way if it is to be overcome.38 
Roma Gans, in her book, Common Sense in Teaching 
Readin5, says: 
The old adage of the twig fits here: If we want a child 
to grow into an avid, thinking reader who manages through-
out his life to keep up to date through his reading, who 
reinforces his ideas with sound concepts gained from 
reading when they are pertinent, who selects newspapers, 
magazines, and books of genuine merit, and who enriches 
not only his own life but the lives of those around 
him: if this is our aim, then we should gyide the child 
in this direction from his earliest years.j9 
She further states that educators accept such goals 
and then fall into procedures that deny them, because their 
ways of working with children and their attitudes toward 
them are deeply instilled with traditions. When teachers 
want children to be critical readers, they must be critical 
thinkers~ Then it is suspected that maybe they will become 
cynics or disrespectful of their elders. Common sense tells 
educators that that kind of reader will need guidance in 
more than the mechanics of reading for future living in 
40 this complex world. 
That young children "are not what they used to be", 
that they are more advanced, more aware, more knowing, is 





Common Sense in Teaching Reading, 
The Bobbs-Merrill Company, Inc., 1963) 
the serious and well-informed doubter. It would be easier 
to demonstrate that the young child's world has changed; 
that, for example, it is full of written language that has 
genuine meaning and interest for him.
41 
22 
Pre-school children who learn to read at home merely 
demonstrate that learning to read out of a book is just one 
possible way to learn to read. Most often their initial 
reading vocabulary is found on TV commercials, street signs, 
ads, and labels on food packages. Miss Durkin further states 
that it is this new world in combination with the wider exper-
iences now available to pre-school children that makes obsolete, 
for many children, much of the reading readiness research com-
pleted in past decades. Changes in the child's world inevit-
ably change the child. She suggests that the most meaningful 
and efficient way to assess a child's readiness for learning 
to read is to give him the opportunity to learn. How he 
responds to these opportunities and what he takes from them 
will then indicate readiness or a lack of it. Basic to such 
a suggestion, of course, is the assumption that these oppor-
tunities will be carefully and imaginatively planned, and 
ideally, that they will be related to the child's expressed 
41no1ores Durkin, "Should the Very Young be Taught 
to Read?", NEA Journal,(November, 1963), 20-23-24. 
and obvious interests. Otherwise it would be impossible to 
say whether the shortcomings lay with the child or with the 
42 
opportunities offered him. 
23 
In any case, the knowledge that is available of child-
ren today should result in a more flexible and stimulating 
program in which children are neither frustrated or bored. 
It should be a program which extends the experiences and 
interests of pre-school life and which has something for 
everybody with no set goals of achievement for anybody, 
including the kindergarten teacher. Other research, with 
early reading as a major focus, reminds teachers that some 
children who learn to read at home "are not necessarily 
highly intellectual children; that for some, their earlier 
start in reading is a decided advantage in later years; 
and that for none (according to a study made of a sampling 
of children in California and New York Public Schools) does 
it become a pedagogical, physiological and psychological 
problem. 43 
liWhen he learns to read is not nearly as important 
as what he reads and the attitude he develops toward 
44 
reading. 0 states Nancy McCormick in a recent article. 
She said that this attitude can be guided but not goaded and 
that the public's a.tti tude must not be allowed to make the 
4211219:· 
43Ibid. 
44 Nancy ll'.!cCormi ck, "Countdown on Beginning Reading,'' 
The Reading Teacher, XX (November, 1966), 115-120. 
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children suffer. Knowing how to read, "word-calling", has 
never proved that one is knowledgeable o+ capable of learning. 
She advocates letting the child mature in all areas 
so that he will be competing with his peers on a more equal 
basis physically, emotionally and socially. This is as 
important to a child as keeping up with the Joneses is to 
adults. The pressure of society will envelop the child soon 
enough, she says, so let us try to guarantee children an 
education relieved of pressures they cannot handle, especially 
when these pressures can only be detrimental to their educa-
tional growth. "For first grade children, let us remember, 
happiness is a child learning to read, security is allowing 
him to do it when he is ready."45 
"How is it, then, that so many children who learn 
to talk satisfactorily have trouble with reading?"46 In 
reflecting upon this problem, Gladys Natchez considered that 
there were two important factors operating favorably during 
speech development that became negative influences when the 
child began to read. One concerns the way that significant 
people in the child's life react toward his pace of learning; 
and the second concerns their attitudes toward his success 
or failure. 
Most parents allow their youngsters to learn to talk 
in their own way and at their own rate. They respect his 
451QiQ;. 
46Gladys Natchez, "From Talking to Reading Without 
Really Trying, 0 Vol. 20., No. 4, The Reading Teacher, (January, 
1967), 339-342. 
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right to say whatever he pleases whenever he pleases to say 
it. When it comes to reading everything changes. If reading 
is important to a family, the child's progress is watched 
with hawk-like attention; mistakes are corrected quickly 
and no margin is left for error. This is a marked differ-
ence and even when parents and teachers try to minimize 
their anxiety, disapproval for poor achievement faces the 
child squarely and directly. Disapproval pervades the atmos-
phere. "What is wrong with me?tt is the silent question 
44 
these children are often asking. 
The more that educators recognize the importance 
of learning at one's own pace (as the baby learns to talk), 
the more they will see the value of matching instruction 
to the child rather than vice versa. If continued pride 
and excitement in accomplishment is added to this at each 
stage, our children will be given a greater chance to succeed 
48 
in general and to learn to read in particular. 
47Illi. 
481121£. ' 
Studies of Why Children Failed to Make 
Satisfactory Progress in Reading 
26 
Many studies have been made of the children who fail 
to make normal progress in learning to read. Clinicians 
continue to report a few individuals whose inability to 
read proves baffling in the face of analytical study. 
Reading is not a simple act, but a complex of numerous and 
subtle skills which must be brought into a delicate balance 
and synthesized if the art of effective reading is to be 
mastered. And like any complicated adjustment which the 
growing child must make, learning to read involves his entire 
experience and personality and is interrelated with his 
other life adjustments. 49 
It has been observed that the child's success in 
learning a skill such as reading depends very largely upon 
creating in him favorable emotional attitudes, genuine 
interest in the activity, and a sense of success rather than 
discouragement. 50 
Much of the 11 terature related to the curriculum 
implies that the process of concept formation differs little, 
if at all, from nursery-school or kindergarten to adulthood. 
Principles cited in educational methods courses rest on the 
assumption that children and adults arrive at and understand 
49Bennett, op. cit., pp. 1-5. 
50 ' 
~., p. 5. 
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concepts in basically similar ways. Failure to recognize 
that each level of development contributes its own special 
understandings of that content is the danger in current 
attempts to. erase the idea that the 0 public schools are 
easy schools." An important difference between reasoning 
abilities of younger and older children lies in the greater 
51 
experience of the older youngsters. 
Scholars, educators, and psychologists are prone 
to indulge in wishful thinking about children's thinking. 
Wishful thinking on the part of teachers is readily demonst-
rable. They are easily misled by a glib response, an expec-
ted answer, or even an eager look, forgetting that a facile 
memory and a sensitivity to adult expectation may mask 
meanings and understandings that are quite different from 
those the teacher expects.52 
If teachers at all levels of education could under-
stand the kinds of thinking demanded by the material they 
present to their students and recognize whether or not the 
students are coping with it as anticipated, much time and 
effort might be saved. The elementary teacher would rely 
more on the children' s demonstrations of their understandings 
than their comments.53 
5l1'1illie Almy, "Wishful Thinking about 







The mind has its entity in the person. To comprehend 
a child's mind adequately is to know him and those who are 
like him. It is to know how he views the world and what is 
meaningful to him; and good teaching requires that he then 
be offered the means and the challenge to build further 
meanings.54 
Many remedial reading teachers suspect that the 
actual reason of much reading retardation in their pupils 
is caused by premature instruction. B. V. Keister found 
in research done more than twenty years ago that younger 
than average first-grader children forgot much of what they 
had been taught in reading.55 
It is interesting to note what is happening in 
European education. In the Soviet Union the teaching of 
reading and writing does not begin in kindergarten. They 
look upon the kindergarten year as a time for the encourage-
ment of language activities which precede reading. They 
feel that the aim should be to teach kindergarten children 
to classify, discriminate, compare, and designate what they 
see in proper language and through discussion. The curricu-




55William D. Sheldon, "Should the Very Young be 
Taught to Read?" NEA Journal, (November, 1963), 21. 
56Ibid., pp. 21-22. 
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The Soviets, and the Swedes as well, report little 
or no difficulty in teaching their children beginning reading 
at the age of seven. In fact, evidence suggests that the 
Soviet child by the time he is eight, has accomplished as 
much as or more in reading than American children of the 
same age.57 
The issue that keeps plaguing all researchers in 
both visual and auditory perception is the one of maturity. 
The question that is always present is, ''If we waited, would 
experience and maturity accomplish in a painless fashion what 
drill, accompanied by pain, boredom, and expense accomplishes?" 
Dr. Sheldon suggests that if the development took place more 
naturally, much of the need for remedial instruction might be 
eliminated on the one hand and the number of emotional 
58 disturbances among young children decreased on the other. 
For the young child, and particularly for the fives 
and sixes who are intellectually, emotionally, and socially 
immature, Dr. Sheldon believes that the most profitable pro-
gram would be one of broad unstructured experiences in lan-
guage aimed at clarifying and building concepts, developing 
skills of listening and speaking and promoting the creative 
use of language as they explore the world around them.59 




No doubt the ideology of the Soviet government has 
much to do with the fact that Russian children and parents 
alike are reported to take a serious attitude toward schooling 
and that their children are eager to learn. Much emphasis is 
placed on training pupils to listen attentively, to accept, 
60 and to report what they have learned. 
On the other hand, Nila Banton Smith said that 
young children, who, themselves, show an interest in learning 
to read and request help in reading at an early age should 
not be deprived of the assistance which they seek. Society 
needs the contributions of the gifted too much for these 
children to sit around and wait until the average or slow 
children are ready to read. She did say, however, that pro-
bably most kindergarten teachers should be exposing their 
pupils to many more informal reading experiences than they 
61 are now doing~ 
In their study, Monroe and Backus found that: 
Reading disabilities are usually the result of several 
contributing factors rather than one isolated cause. 
Studies of the causes of reading disabilities reveal 
no clear-cut factors which occur only in poor readers, 
but never in good readers. Some children who possess 
the impeding factors appear to be able to read in spite 
of them ~ • • • A few good readers are found who have 
poor vision, poor hearing, emotional instability, who 
come from environments detrimental to reading and who 
have had inferior teaching • • • • We may conclude 
60 Gertrude Hildreth, "How Russian Children Learn 
to Read," Vol. 13, The.Reading Teacher (December, 1959), 
134-143. 
61 Nila Banton Smith, Reading Instruction for Today's 
Children, {Englewood Cliffs, New Jersey: Prentice-Hall, 
Inc., 1963), p. 452. 
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that in most cases one factor alone is not sufficient 
to inhibit the act of reading, if, compensating abilities 
are present, and if 62he child's reaction to the difficulty 
is a favorable one. 
In her study, Helen Mansfield Robinson reached these 
conclusions: 
First, the pupils who were seriously retarded in 
reading also exhibited numerous anomalies. In fact, 
those most seriously retarded evidenced the greatest 
number of anomalies, whereas those least retarted 
presented fewest. 
The interpretation is that the difficulty in reading 
may be part of the general deviation from the normal 
pattern. 
Second, when the group of specialists attempted to 
evaluate the anomalies for each child, it appeared 
on the basis of all evidence available that certain of 
the anomalies had no direct relationship to the reading 
deficiency. 
Third, a number of factors that appeared to be possible 
causes of reading failure, in the opinion of the special-
ists did not prove experimentally to be so. For example, 
the group believed visual difficulties to be one of the 
causes of reading failure in 63 per cent of the cases, 
while, after appropriate treatment, the cause appeared 
to operate in only 50 per cent of the cases. 
This finding assumes large significance when evaluating 
long lists of anomalies reported for poor readers by 
many investigators. It shows that the mere presence 
of anomalies does not justify the conclusion that they 
are the causes of reading failure. 
Fourth, the experimental evidence in this study indicated 
that certain types of anomalies operated as causes more 
frequently than others . Social, visual, and emotional 
difficulties appeared most frequently as causes of poor 
progress or failure in learning to read. Inappropriate 
school methods, neurological difficulties, and speech 
or functional auditory difficulties appeared less fre-
quently as causes of deficient reading. Endocrine 
62Marian Monroe and Bertie Backus, Remedial Reading: 
A Monograph in Character Education, (Boston: Houghton 
Mifflin Co., 1937, p. 12. 
disturbances, general physical difficulties, and 
insufficient auditory acuity appeared to be least 
important in so far as they contributed infrequently to 
reading failurg
3
among the particular children included 
in this study. 
Gates and Bond found that when certain deficiences 
were found later in the first year of reading instruction, 
the fact that when these children were taken in hand and 
taught in a program adjusted to their particular needs, 
that their difficulties improved rapidly. This led them to 
suspect that the same satisfactory results might have been 
secured earlier in the year. This study emphasized the 
32 
importance of recognizing and adjusting to individual limit-
ations and needs before and after the beginning of reading 
rather than merely changing the time of beginning. Thus, 
it appears that readiness for reading is something to 
64 develop rather than something merely to wait for. 
They thought that there was no ultimate justification 
for assuming that materials and methods of teaching must 
remain forever fixed as they are, waiting upon nature to 
change the child through maturity until he reaches a point 
at which he can proceed successfully. They also felt that 
techniques and materials of reading could be adjusted to 
teach children successfully at the time when reading is, all 
things considered, of optimum value to them. 65 
6J Helen Mansfield Robinson, Why PuJils Fail in Readin~, 
(Chicago: University of Chicago Press, 1946 , quoted in Ed . by 
c. W. Hun..~icutt and William J . Iverson, Research in the Three 
~' (New York: Harper and Brothers , 1958), pp. 248-254~ 
64Arthur I~ Gates and Guy L. Bond, "Reading Readiness: 
A Study of Factors Determining Success and Failure in Beginning 
Reading, " Teache.;:s Collee;e Record, 37 (1936), 679-685. 
65~. 
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Although there is little to indicate that constitutional 
or physiological factors reql1ire a postponement of reading to 
later than usual ages, there is evidence that physiological, 
especially sensory, handicaps may interfere with reading at 
any time. The remedy is correction of the difficulties or 
adjustments to them, rather than merely waiting for time to 
cure them. 66 
Dolores Durkin in her study "Children Who Read before 
Grade One," found some emerging hypotheses. The first one 
was that current intelligence tests are seriously inadequate 
in identifying and measuring "what it takes 11 to learn to 
read. Another was that particular kinds of personality 
characteristics are important assets in the process of learn-
ing to read. Last, but not least, was that a child ' s percep-
tion of what it means to "read" affects his attitude toward 
learning to read and, consequently, affects his achievement. 67 
An I. ~. examination purports to measure native 
intelligence. Many American educators and psychologists 
maintain that this test device provides information on the 
inherent capacities of a child and therefore are indications 
68 
of how he will fare in his academic school work. In regard 
to Durkin' s emerging hypothesis that current intelligence 
66Ibid. 
67Dolores Durkin, "Children Who Read before Grade 
One, 11 The Readin5 Teacher, XIV (January, 1961), 163-166. 
68Hickerson, op. cit., p. 19. 
tests are seriously inadequate in measuring "what it takes" 
to read, Hickerson says that study after study reveals that 
middle-class Caucasian American children do far better on 
I. Q. tests than do Americans who are Negro, Puerto Rican, 
Mexican, Indian, Filipino, or members of other minority 
groups. Other studies indicate that middle-class Caucasians 
achieve higher I. Q. scores than those from economically 
34 
deprived families. If one accepted the fact that I. Q. tests 
measure native intelligence, then it would logically follow 
that American middle-class Caucasian children have more innate 
intelligence than the members of our minority groups or poverty 
families. 69 
In his book, Education for Alienation, Hickerson 
states: 
Scientific evidence from anthropology, psychology, 
biology, and genetics indicates that such an assump-
tion is non-scientific and indefensible. Rare is the 
member of any of these professions who would even 
consider the possibility of innate superiority of one 
ethnic group over another. How, then, can we account 
for the superior I. Q. test scores achieved by middle-
class Caucasian students?70 
Four leading American scientists agreed on two major 
points about I. Q. tests. First, that there is no evidence 
to indicate that any one ethnic or racial group is more 
69Ibid., pp. 20-21. 
?Oibid., p. 21. 
intelligent than·any other, and that differences in perfor-
mance on intelligence tests have no bearing on innate intel-
ligence, but have to do only with learned responses; second, 
that intelligence tests do not measure innate or inborn 
abilities.71 
D. P. Ausubel concluded that present intelligence 
35 
tests do measure "functional or operating capacity at a given 
point of development" rather than innate potential, and are 
fair in this respect. They are unfair to the culturally 
deprived in that these children have fewer test-taking skills, 
are less responsive to speed pressure, less highly motivated, 
and less familiar with specific vocabulary. 72 
J. H. Boger reported that rural children, after a 
five-month training period in following directions, noting 
details, perceiving spatial relationships, detecting likeness 
and difference in pictorial and geometric patterns, and 
developing increased coordination of eye and hand movements, 
made significant gains in I. Q. scores. He concluded that 
the extent of improvement as a result of training indicates that 
scores from I. Q. tests often give an estimate of mental 
ability which is an injustice to these pupils so far as 
actual ability is concerned and the perpetual training 
remedies some of the handicaps which influence performance 
of rural children on group I. Q. tests.73 
711.Q1.9;.' p. 26. 
721Ql..9.. 
73~., pp. 26-27. 
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A. D. B. and A. M. Clarke reported that among a 
group of mentally retarded they studied, I. Q. scores showed 
significant increase after the environment of the subject was 
improved. They observed that while it was consistent with 
this finding to suggest that the environment which was really 
antagonistic towards the child retards mental development for 
many years, it was found later, after removal from such condi-
tions this retardation began to fade, and I ~ Q. increments 
occurred, often at ages when mental growth was commonly 
assumed to have ceased. 74 
In the light of the foregoing remarks regarding I . Q. 
tests and their value as predictors of intelligence, it is 
difficult to imagine that the overwhelming majority of public 
school districts in the u. s. have relied upon I. Q. tests 
for many years as means for determining the innate intelligence 
of children. It is just as shocking to realize that great 
numbers of public school districts have used I . Q. test scores 
as one of the most important devices for grouping children 
according to their supposed inborn ability . 75 
Hickerson concluded that: 
Since the middle-class Caucasian children do much 
better on I . Q. tests than other children, it inevitably 
follows that in great numbers of American public schools 
the affluent Caucasian children are placed in the fast 
academic classes , while a majority of the other children 
are adjudged academica117
6
s1ower and assigned to academ-
ically oriented classes . · 
74 
11219.· ' p . 27 . 
751.J219.~, pp. 28-29 . 
761.J2.1g.. ' p . 30 . 
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Sutton found that while Professor Irving H. Anderson, 
of the University of Michigan, advocates early reading instruc-
tion especially for the gifted, Durkin, of Columbia University, 
feels that such instruction ought to be offered to children of 
lower intelligence. She found that many children of relatively 
low I. Q. benefited measurably by early reading instruction.77 
Glenn Doman in his book, How to Teach Your Baby to Read, ob-
served that we come to school with a large speaking vocabulary, 
that we are only taught to read and spell a few thousand words. 
The remaining tens of thousands that we have come to know, we 
have taught ourselves by listening, by reading, and by looking 
some up in the dictionary. 0 Perhaps, one day in the future, 
' everyone will come to the conclusion that young children should 
learn to read at home just as they presently learn to hear 
at home. 0 78 
Sutton concludes that it might well mean that slower 
children need contact with learning to read that is spread 
out over time, so instead of postponement they need an earlier 
start with it. 79 
Even though there are many studies which purport to 
throw light on the question of whether boys and girls differ 
in their ability to master the process of reading, this issue 
??Majorie Hunt 
Kindergarten Level, .. 
1964), 234-240. 
Sutton, "Readiness for Reading at the 
The Reading Teacher, XVII (January, 
78 Doman, op. cit., p. 104. 
79 Sutton, On. cit. 
has remained somewhat clouded. One of the complicating 
factors is that the culture, and the school as part of the 
culture, may have unconsciously assumed that there is no 
difference between the sexes.so 
81 
Pauley on the basis of studies carried out over a 
period of ten years in the Tusla schools said, "Many child-
ren are not ready for the traditional first grade of public 
school when they are chronologically approaching six years 
of age; particularly is this true of boys. Boys usually 
develop in nearly all respects more slowly than girls." 
Some of the extent of reading retardation among 
both boys and girls may be based on physical differences, 
but it also reflects social factors. Our society exerts 
pressures upon girls for social conformity and it seems 
obvious that these pressures are more successful with 
girls as the boys fail to conform to school demands in 
82 much greater proportions. If boys and girls mature at 
38 
different rates it is logical to support that participating 
in the same classroom activity is not the same experience 
for each group. Even though one group is more mature than 
the other, each group is equally expected to do close work, 
80Arthur W. Heilman, Princinles and Practices of 
Teaching Reading, (Columbus, Ohio: Charles E. Merrill Books, 
Inc., 1961), pp. 346-348. 
81Frank R. Pauley, "Sex Differences and Legal 
School Entrance Age, 0 Journal of Educational Research, 
xx.xv (1951), 1-9. 
82 
Spache, op. cit., p. 17. 
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make fine discriminations, sit quietly for extended periods 
of time, pay attention, co-operate, finish tasks, and 
inhibit aggression. Many educators think that these are 
the factors which frustrate boys as a group more than girls. 83 
The issue of boys and girls at certain ages differing 
in .. intelligence" cannot be resolved at this time because 
contemporary tests of intelligence are not constructed so as 
to point up differences . "If boys surpass girls on some 
items and girls surpass boys on other items, who is to say 
which items are the more valid indicators of general mental 
ability. 84 
Another factor to be considered is that basal reader 
materials are less motivating and satisfying to boys than to 
girls . The "content" is a far cry from what culture has 
taught to and expects from boys . So, beginning reading, 
which should be an exciting, challenging new adventure, is 
actually a dull, regressive sort of experience unless the 
teacher can project a great deal in the material.85 
As most primary teachers are women, it is easier for 
girls to identify with them. Various studies all agree that 
boys show more agression and agressive tendencies than do 
83Heilman, op . cit . , p. 360 . 
84Lewis I.VI. Terman and Leona E. Tyler, .. Psychological 
Sex Differences, tt Manual of Child Psychology, ed. L. Carmichael 
(2nd ed . ; New York: John Wiley and Sons, Inc., 1954), Chap . 
17. 
85Heilman, ... o..... p.... _ c_,i ....,t. , p. 361 • 
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girls. Of course, the school frowns on agressive behavior and 
no doubt influences some teachers to react towards boys in a 
different manner from that manifested toward girls who, as a 
group, may have a reputation for being docile, quiet, and 
86 
co-operative~ 
Since reading is such an important achievement in 
our culture, educators should not think of sex differences 
in learning to read as just another statistic. If there is 
anything the school can do to prevent the present number of 
87 
failures in learning to read, it should be done. 
86Ibid., p. 362. 
87 
1.Q19.., p~ 363. 
CHAPTER III 
CURRENT TRENDS IN PROGRAMS 
Methods of teaching reading have never been more 
varied or materials more profuse. In our educational system 
we have an opportunity to express different philosophies, to 
evolve different methods, and to experiment with different 
procedures. The writer wished to examine some of these 
current programs and projects, several of which are sub-
ject to controversy at the present time. The most frequent 
criticisms are directed toward those which do any teaching 
of reading to pre-school or kindergarten children. The 
reader should bear in mind that all the proponents of these 




Smith, op. cit., pp. ?8-79. 
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The Denver Pre-reading Project 
The public school system of Denver, Colorado, is 
experimenting with a new approach to the teaching of reading 
89 
to preschool children and to kindergarten children. 
A preliminary study was made in 1959-1960 concerning 
the effectiveness of teaching beginning reading in kinder-
gartens~ On the basis of this study Denver Public Schools 
received a grant from the u. s. Office of Education to continue 
with a five-year study~90 
A review of the first grade reading program in the 
Denver Public Schools revealed that e.n important aim of 
early teaching efforts was the development of language and 
listening skills~ First grade teachers provided a wealth of 
experiences so that words would have meaning for the pupils. 
Trips about the neighborhood, excursions to the zoo, intro-
ductions to rhymes, stories, and books were used so that the 
printed words would have meaning and association with people, 
places, and things. Some children from all segments of our 
affluent society have rich experiences that in the past were 
limited to a relatively few individuals. Many educational 
experiences are provided by the family. They live in a world 
of words, seeing them in books, magazines, newspapers, on TV, 
89
Ibid., p. 95~ 
90~~' p. 96. 
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and on signs. Many children have attended nursery school. 
Even among the very poor, television and all the experiences 
it presents have been part of their lives from their earliest 
memories. 91 
In this approach parents are instructed how to work 
with their children through the use of a series of educational 
television programs. The parents are provided with a manual 
entitled Preparing Your Child for Reading. The manual con-
tains suggestions for games in supplying missing words in 
oral sentences, in listening for similar letter sounds, and 
picture cards for use in matching activities, letter cards for 
use in teaching the alphabet, and phonic cards for teaching 
the sounds of letters~ The television program gives further 
instruction and advice in the use of these materials. A 
Carnegie Corporation grant resulted in production of sixteen 
taped television programs for possible nation-wide distri-
bution, revision of the manual, and further evaluation of the 
92 
program. 
The method used in preschool and kindergarten teach-
ing was developed by Paul McKee and Lucile Harrison of 
Colorado State College. In brief this method involves giving 
the child practice in making use of spoken context, in dis-
tinguishing letter forms and teaching the names of letters, in 
91Joseph E. Brzeinski, .. Beginning Reading in Denver," 
The Reading Teacher, (October, 1964), 16. 
92smith, op. cit., pp. 95-96. 
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listening for consonant sounds, in making letter sound 
associations, in using together spoken context and beginning 
consonant letter or letters in order to supply a word the 
teacher omits, in combining spoken context and the beginning 
consonant or blend to decide what a word says. 93 
This six-year study involved four thousand children 
and this fact was noted: .. Boys and girls taught to read in 
kindergarten and then accelerated to take advantage of 
their early learning can be two years ahead, on the average, 
by the fifth grade.n Children who learned to read in kinder-
garten, but were only given traditional instruction from then 
on, lost all the benefits of their early start by the end of 
94 
the second grade. 
93 1..Q!!i.' p. 96. 
94Ruth Moss, ttThe Early Readers, 0 reprinted from 
the Chicago Tribune in a Houghton Mifflin Service Bulletin, 
(New York: Houghton Mifflin Company, 1966). 
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Programs for the Culturally Deprived 
The present government program of the "War-on-Poverty 
Plan" is sponsoring many educational programs for the culturally 
deprived. uoperation Head Start" is a program designed for 
communities which do not have kindergarten offered to all by 
the public school system. It is largely an enrichment exper-
ience program with medical examinations and a nutritional 
bonus in the form of a lunch or breakfast plus a snack break. 
They try to secure the cooperation and interest of the parents 
to a certain degree. It is designed to help boost the cul-
turally deprived child somewhat, so that he will not be so 
far behind the average middle-class child. Just getting 
acquainted and establishing rapport with adults other than 
his own family group is a big step for this child. 
Dr. Ronald Koegler, a neuropsychiatrist at UCLA, who 
is experimenting with a Montessori nursery program for 
culturally deprived children, says: 
The two-and-a-half and three-year-olds are almost 
universally curious and friendly, but by the age of 
six, the children are already different. The cul-
turally deprived have already been deadened by their 
environment and are ~ ~ ~ so far behind the middle-
class child that all the best elementar95education will not be sufficient for them to catch up. 
An experiment in nursery education for Negro and white 
slum children was a research and demonstration project directed 
95 6 . Silberman, on. cit., p . ~ 
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by Martin Deutsch in ten New York City public schools and 
five day-care centers. His curriculum was designed to teach 
the youngsters the verbal and perceptual skills they needed 
in order to learn to read, and al.so to bolster their sense 
of self. Auditory discrimination was taught through the use 
of a tape recorder and background noises. Mr. Deutsch 
attempted to win the trust of the parents and gave them 
some instruction in how to help their children. Once they 
had been persuaded that this was a genuine attempt to help 
their children the parents, or in most cases the mothers, 
were eager to help. Deutsch and his staff recommended that 
the parents encourage the child to talk about school, that 
they give him toys, praise his success, and just let the 
child know that they are interested in what he does and that 
96 
they want him to succeed in school. 
Mr. Silberman, author of Crisis in Black and White, 
makes the proposal that public education extend down to 
nursery school. Israel already has it and their standard 
of living is probably only one-third to one-half that of 
United States. These children may need extra help all 
through school because of the cultural distance between 
school and community life, and that of the disorganization 
of Negro and slum life. It may be useful to have better 
texts to bridge the gap of their own lives and the world of 
96 l121.£!.., p. 8. 
Western civilization. He says: 
Genuine integration will not be possible until the 
schools in Negro neighborhoods, and the schools in 
white slum areas as well, are brought up to the level 
of the very best in the city - - until the schools do 
their job so well that children ' s educational perfor-
mance will no longer reflect their income, or their 
social status, or their ethnic group, or their color . 
Neither the large cities nor the nation as a whole 
can afford a public school system which fails to 
educate between 50 a~~ 80 per cent of its Negro and 
white slum students. 
Next fall, school need no longer be an entry into 
a foreign land for the thousands of California youngsters 
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who only know Spanish when they start the first grade . A 
California law was recently enacted to permit schools to 
use Spanish to teach these youngsters. An 1872 law had 
previously permitted only the english language to be used 
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as the classroom language of instruction. 
As envisioned by the State Department of Education, 
schools with large numbers of Mexican-American students next 
fall will use Spanish as the language of instruction for the 
early grades. English will be taught as a " second" language. 
At about the third grade the instruction will gradually shift 
into English and Spanish will become the "second" language. 
State School authorities also believe that the use of 
Spanish in the classroom will remove a psychological problem 
many Mexican-American children now face. No longer will the 
97Ibid. 
98 uA Foreign Aid" Spanish Lessons for First-Graders," 




schools, in effect, be telling them that it is wrong to 
speak Spanish. The result of this, school officials believe, 
was a conflict between school and home, forcing a child to 
decide that one or the other was wrong. 99 
The end result, educators believe, will be adults 
equipped with two 11 native0 languages, better educated child-




The Modern Montessori Approach 
Not all Montessori programs are for the culturally 
deprived. Maria Montessori was born in 1870 in Italy. 
After graduating in medicine in 1894 she began working with 
children of low intelligence. This was so successful that 
she started teaching normal children three to five years 
old. Her experiments in Casa dei Bambino received world-
wide recognition during the first quarter of the twentieth 
101 century. It is recently being revived. 
The Montessori Method makes use of a variety of 
teaching materials which are used to give children progres-
sive experiences in solving problems. Materials related to 
reading include a movable alphabet, sand paper letters to feel 
and trace, and books. The teacher reads to the children a 
great deal and oral language is used in placing a new word 
before the child for reading purposes. Individual and short 
lessons are given atappropriate times and it is said that 
through the use of this method children learn to read, write, 
102 count, and work simple sums before six years of ageo 
101smith, op. cit., p. 96. 
lOZibid., pp. 96-97. 
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Parental and Teacher Education 
Hymes stated in his book, Before the Child Reads: 
What you do before the child is ready (for college, for 
high school, for reading) is to help him do what he can 
do !12!!• Parents act on this understanding, but you 
(the teachef6
3
have to help them realize what they have 
been doing. 
Teaching children is like traveling along a highway. 
You have your destinations in mind: To teach youngsters 
to read independently from a page of type (just as on a 
trip you want, in the end, to reach the mountains or 
the seashore), you can drive with no stops or no side 
trips. You can keep your eyes fixed straight ahead 
on the road ~ you can explore the sights and towns 
along the way; you can enjoy the vistas which con-
stantly open up. On a trip there is always something 
to see, something worth-while to do, somethi£§4to learn en route, ~ because you are where you are. 
Capitalize on the readiness to learn that is. Make the 
most of what children can do !1.Q,!!, and boys and girls 
will arrive at their destination with skills sharpened, 
with wonderful souvenirs10rich memories, and a solid background of new facts. ) 
For many children, especially in middle-class families, 
these things have always been true, but for others, these 
things have not been true, and in the cases of culturally 
deprived children especially, the teacher must take the time 
to give these children first-hand, mind-stretching, and sense-
106 stimulating experiences. 
103 James L. Hymes, Jr., Before the Child Reads, 
(Evanston, Ill.: Row, Peterson and Co., 1958), 87. 
l04Ibid., p. 96. 
105~. 
106 
James L. Hymes, Jr., The Child under Six. (Washing-
ton, D. c.: Educational Services, 1961.), p. 119. 
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Helen R. Cook says much the same thing in her article, 
"Helping Parents Help Their Children, 0 when the question was 
asked, "What can the home do besides surrounding the child with 
books, reading to him, and sharing stories, poems, and 
pictures? 0 
Help him live a ,rich,, full, satisfying life at each 
stage of growth and to achieve the best possible all-
around development physically, mentally, socially, 
and emotionally. Children need affection, emotional 
~ecurity, and a feeling of belonging to the family 
group. Field trips, trips to the country, to the 
city, to the zoo, to the circus, and to the homes 
of friends. These not only make him more interesting 
to others, as he shares these experiences, but they 
make him more interesting to himself o~Y giving him 
a variety of things to think about. 
Parents and teachers are partners in the work of 
aiding the child's educational development. The modern 
teacher knows that much of the child's development comes 
in his early years and that the influence of the home can 
be crucial~ The teacher also knows that if the school and 
the home are pulling the child in opposite directions the 
school can scarcely hope to dominate. Consequently, 
teachers and school staffs have become more and more inter-
ested in what parents want for their children and increasingly 
concerned in the study of ways teachers and parents can work 
together to produce the best enYironments for the children's 
108 
learning. 
l07Helen R. Cook, "Helping Parents Help Their Children, 11 
from A. New Look at Readin • A Guide in the Lan ua e Arts, by 
Willia~d Abraham, Boston: Porter Sargent, 195 , pp. 57-61. 
108navid H. Russell, Children Learn to Read, (Chicago: 
Ginn and Company, 1961), p. 569. 
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Teachers have always used their time available to make 
some formal and some informal observations about children 
entering school for the first time. 
Now we have a predictive index consisting of a simple 
battery of tests for use by schools. It is now being validated 
and is designed to enable teachers to identify, before the 
beginning of the first grade, those children who present a 
high risk of academic failure. 109 
This should help to protect children from the harmful 
effects of failure which damages their self-image. 
Hickerson says that we have assumed far too long 
that the majority of the economically deprived parents are 
not concerned with their children in school. They are con-
cerned but they do not know how to express it to the children 
and others. "Show these parents genuine interest, exhibit 
concern as we have so often failed to do in the past, and 
110 
'miracles ' may take place. 11 
He further recommends massive in-service education 
programs concerned with the education of the economically 
deprived for teachers, administrators, and counselors now 
111 
engaged in public school work. This writer believes they 
, l09Katr1na de Hirsch, Jeannette J. Jansky, and 
· William s. Langford, Predicting Reading Failure, (New York: 
Harper and Row, 1966), foreward p . vii. 




have a number of these programs in operation at this time. 
Hickerson concludes: 
If our nation can spend nearly 75 billion dollars a 
year for defense, surely we can afford the monies needed 
to give to millions of our children a hope for the 
future their parents never had~ If we are truly 
serious about extending to all in our nation the oppor-
tunity to prosper, we can afford to wait no longer. We 
must mobilize all of our resources, abilities, and 
ingenuity in a massive effort to rectify the wrongs 
that have come about as a part of the growj.ng pains 
in the development of a great society. Society and 




It was the goal of this study to inquire into the 
relationship of pre-school reading readiness experiences to 
later reading success. A great many studies were found 
that have been made in the last thirty years. 
Most studies found a high correlation between favor-
able home environments which fostered love of reading and 
learning e.nd success in learning to read. Of course, there 
are always exceptional children who rise above their environ-
ment. 
In general, the characteristics of curiousness, 
conscientiousness, serious-mindedness, persistence, and 
self-reliance marked the successful reader. 
Physical defects of vision, hearing, and speech nearly 
always have a negative effect on reading, but here, too, many 
children overcome them and become quite successful readers. 
Emotional and personality maladjustments are common in 
children who failed to learn to read properly. They appeared 
to be either a cause or a result of reading failure, or each 
might interact on the other, intensifying both. Maladjusted 
54 
homes or poor interf amily relationships were found to be 
contributing causes in 54.5 per cent of the cases studied 
by H. M. Robinson. 
A high intellect does not always guarantee a good 
reader, it was found, and many times good "word-callers" 
are not critical or thinking readers. 
It has been found that most tests are seriously 
inadequate for identifying and measuring "what it takes" 
to learn to read. There are no completely culture-free 
tests to measure intellect or reading potential. 
Quite often a child's perception of what it means 
55 
to ttread11 affects his attitude toward learning, and conse-
quently, affects his achievement in reading as well as 
other areas. Early difficulties may lead to a dislike of 
reading which is hard to overcome. The child who derives 
pleasure and success from his first contacts with reading 
matter stands a far better chance of normal achievement 
later on than does the child whose initial acquaintance 
with books is associated with failure and unpleasantness. 
If there was an educational program for adults which 
would explain the fact that children of a given chronological 
age are all not equally ready for the same tasks, perhaps 
less pressure on children in learning to read would be a 
natural outcome. Certainly, it is evident to observant 
teachers and clinicians that extreme pressure to bear in 
learning often inhibits that very learning, especially one 
which is as complicated a symbolic process as reading. 
56 
Since boys as a group appear to suffer most from school and 
bome pressures during the primary years, they would gain 
the most from a lessening of school and social pressures . 
It is concluded by the writer that just as there is 
no one best method of teaching reading, there is also no 
one best ~ to teach reading. It is a matter of total 
child development. Society as a whole, school and home, 
teachers and parents, in particular, must work together 
to foster the best climate possible for this total 
development. 
This possibly will result in a more informal, flexible 
school organization to meet the individual needs and the 
individual differences of our children in the future. 
Conclusions 
1. Reading is but one aspect of child development, 
accompanied and influenced by other growth. 
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2. Reading development takes place as the child grows 
mentally, physically, perceptually, experientally, 
and emotionally. 
3. A good reading teacher or reading specialist can spot 
in a few minutes a child who has suffered linguistic 
malnutrition in the home. 
4. A simple rule has not been found by which success or 
failure at the beginning of instruction can be pre-
dicted, nor is there an easy short cut to diagnosis 
when a disability becomes apparent. 
5. A successful teacher of reading will do everything 
possible to promote growth in all aspects of child 
development, for furthering child growth as a whole 
will contribute greatly to growth in ability to read. 
6. In trying to understand the causes of a child's diffi-
culty in learning to read, teachers must be prepared to 
take a case-study approach, as factors in the home and 
school are as important to consider as factors of 
physical and intellectual development. 
?. Home and community pressures may result in unfortunate 
attitudes toward a child's reading. 
8. Schools may set up unfortunate learning situations or 
problems may result from lack of continuity in school 
experience. 
9. Sex differences appear to have some significance in 
reading achievement. Physical and mental ·maturation 
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of boys seem to lag behind girls approximately one year. 
A summary of research on remedial reading cases indicates 
that sixty to ninety per cent of the retarded reader 
population consists of boys. Other possible reasons 
may be that there are physiological, cultural, and 
interest differences in the two sexes which cause girls 
to be more favorably inclined to the sedentary occupa-
tion of reading; also, there is a need for more reading 
materials that appeal to the interests of boys. 
10. Close cooperation between home and school, teacher 
and parents, is necessary in maintaining or restoring 
a child's emotional morale during a period in which 
he is struggling for reading success. 
11. Readiness for reading is started very early in life and 
depends largely upon environmental conditions and 
experiences of the home and family for success in 
reading in school. 
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